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ABSTRACT .
- The purpose of this study was to demonstrate how an
early assessment of self-competency can be combined with an effective
prograa for preventing maladaptive affective (self-competency) and
academic skills. Eleven third graders participated in this study of
three interventions. Feedback of multisource data, teacher praise
(positive reinforcement), and parental support were used with
-students.selected from sources derived from the Barclay Classrooa
Climate Inventory (BCCI). The data from these selected students were
analyzed by the Mann-Whitney U one-tailed test. Results showed that
the interventions improved students® self-competency, raised their
group nominations, and changed their attitudes toward school.
(Author/CS) . A
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Teachers and peer groups have the power to influence the de;elopnent
of a child's self concept. Purkey (1970) and Moustakas (1966) have argued
that the school enviromment apd more specifically the attitude and behavior
of the teacher seem to be important elements shaping the child's self-concept
outside theifamiiy setting. Indeed, Hbtsé,(1964) measured th; shifts in -
self-concepts of elementary school childrea in over 600 cases and found a
gradual decrease between grades three and eleven. That is, 84 petcent‘of the
third graders were proud of their work in school, compared with 53 percent of
‘the eleventh graders. Preventing such an apparent loss of self-confidencer
challenge;Acounselots, school psychologists, and school social workers. A
negative (decreased) seif-concept seems to be related to feelings of helplessness
(Rogers & Dymond, 1954), depression and isolation (Coopersmith, 1967) and tend
to hamper.scﬁool adjuﬁtment and academic progress (Purkey, 1970). Such a
picture points to the need for marshalling the available social influences to

prevent a reduction of self-~competency skills.

Previous studies suggest that parents as well as teachers and peers exert

a strong influence upon each child's self-competency development and adjustment
to the school environment. Costello (1964) found that over-all, regardless of

the task or the ability of the students, pralse produces more improvement fn
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performance than blame. Such a program of student self-competency support can

occur within the normal classroom teaching (Staines, 1958). Still a real power
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in the student's self development ofithé contribution of the parents (Helpe};

" 1958). Indeed, Kifer (1973) found that in a group of students frcn ﬁges seven

to 12 when the parents supported and had a positive warm regard for their
children Be%f-éﬁnpetency did not decline. Futtaet he reports that both low
and high achieveing students whose parents provided support continued to develop
their self-competencies more so than did students whose parents failed to support
their children. ‘

The pufpose for this study is to demonstrate h&w 4n early assegsment of
self competency can be combined with an effective p¥ogran for preventing
maladaptive affective (self-competency) ;nd ac&denic skills. The earlier work
by Batclayr(1966) has demonstrated that low peer ratings joined by low self-
competency tafings seem to tesul; in acadegic and affectiveiniladjustjent.
More recently, Ba;giay (1967) experimentally a;sessed the egéects of specigl
student roles, positive teacher reinforcement, and changink the teacher oni
elementary students' social interaction. He foupd that self-competency was
positively iafluenced both by assigning special student roles and by changing
the teacher. Also discussiné the child's vocational plans aﬁieated to have
a desirable effect on self-é;mpetency for boys but not gifls (Stilwell, Brown
& Barclay, 1973). Finally, Church (1972) found that feedback of information o
from peer judgments, teacher éatings, and self-reports had a positive ipfluénce
upon group nominations and teacher ratings for both boys and éitls. Accordingly,
in this study we tried toAgatshall the influences of feedback, teacher praise,
and parental involvement on tgising self-competency. The major question asked
in this study was: Will students receiving the combined treatments show

improvement on Barclay Classroom Climate Inventory scores?
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Subjects »
The study was conducted during a three week period from April S to April

26, 1973, at a parochial elementary schoolfin the Lexington ares. Tﬁe student
p;phlationnin the school gepresented the socioeconomic spectrum in the area. V
"About 275 students Qere enrolled in the first six grades (11 classrooms) of

tixeA 1-8 school. One classroom taught by a teacher in her fourth year participated .
in this study. Eleven selected students p£o;idéd data fo; this study (7 boys

and 4 girls). '

- The BCCI Printout was used to identify the students selectéd for the

1nterventioﬁs. Self-competency was suggested as & gréblem area for 11 of tﬁe )
students in the classroom. Further, the printout indicated these students
:rated themselves lowef,than'théir peér group had rated them (low self/h;gh'
beer}. Also eight of tgese students had an unfavorable attitude toward
" school (low cCI).
Tréa&ments .
- Three different interventions were planned to help the selected students
" develop their self-competency. The first two interventions were started at
the same time. All three of the interventions were running concurrenily
during the last two weeks of the study. The first three authors made up a
learning development team and cooperated with the classroom teacher in carrying

out thé interventions.

Feedback of multisource data. Each child selected for this study in an

individual session with team members received feedback based on the BCCI
printout (Barclay, Barclay, Catterall, Santoro, Stilwell & Tapp, 1973). The
BCCI individual printout provides textual statementS on self-competency,

vocational awareness, peer ratings, and teacher judgments. Wylie (1961) has
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suggested that a child with a low self-concept might be highly susceptible to
chaﬂ;e by positive inform;tion of how others see him. Accordingly, the ‘
legfning team, following the example of Church (1972), poinfgd out and discussed
the positve aspects of each child's printout.

A later modification to the BCCI printout has reduced the teacher/parent/
learning consultant version and has added a spegial printout addressed to the
child himself. Exactly how this child's version will increase the impact from

feedback of multisource data remains to be expléred empirically.

Teacher praise (reinforcement). An effort was made to increase the amount of

) attention'giveﬁ B} the teacher to each of the selected students (Moustakas,

1966). The teacher was given a checklist for recording the special attention

she gave daily to the students. For example, the teacher might assign some
task which the siudeni performed .in the classroom and for which she cohld
give jﬁstifiable reinforcement upon its completion. It was important that

peers be aware of the task accomplishments and the reinforcements.

Parental support. Parents of the 11 selected students were invited to receive

an_explanétion of the leafning team's program and to review their own child's

BCCl printout. Parentsvof six of the students attended the meeting and agreed
to support the work of theé team. The remaining five students' parents did not
attend the m;eting. Hence, we had two groups (parent support and no-parent
support) for the duration of the study. '

The participating parents were asked to give.spééial social reinforcement
to their child in five areas each day for a period of two weeks. A checklist
for the period was given to each parent. The five areas were: getting up in
the morning and getting dressed, table manners, arrival home from séhool,
school work, and going to bed. Tﬂe parents were asked to give some kind of

reinforcement or attention to the child when he/she performed well in each of
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these areas. Preferably, the parents would record their reinforcement on the
checklist once a day, indicating that they had been reinforcing their child

regularly. The parents were asked not to invent new tasks that the child was

not ordinarily expected to perform. The goal was natural parental support in

each of these five areas (Patterson, 1973).

-

Criterion measures.

Pre and post intervention criterion measures were collected in mid-February\
:and in late May. Coﬁputer scoring and processing took aboﬁt three weeks. A
sgpond measure was used by the team to monitor student progress within the
interventions.

- 1. Barclay Classro&m Climate Inventory (BCCI). The Invenfor& colleéts'
self-reported data dn self-competency skills, vocational awareness and ﬁrefgrred\
reinforéers, peer group ratings, and teacher judgments. The BCCI requires abouf
75 minutes for administration to the entire classroom. The multitr}ét multisource
inputs ;re scor;d and integrated by a computer. Each child is described in a
narrative prepared by the computer for the teacher, ptinciéél, parent or learning
team member, located in two grids (teacher judg;éﬁés versus peer ratings and
self-competency judgments versus peer ratings), and a;sessed for 'suggested
problem areas'". In addition a letter‘is prepared for each child by the computer.
Although 36 scales aré,obtained (Barélay, Barclay & Stilwell, 1975; Barclay;
Stilwell & Barclay, 1972), only five scores were involved in this study. The
five scores are sriefly described as follows: )

(a) STOT, self-competency total score, represents the number of "yeé" 4
responses to such statements as "I like to ask questions"” and "I can
paint pictures";

(b) GTOT, group nominations total score, is the number of times

clussmates nominated the child in response to such questions as '"Who
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~ can write poetry?" and "Who knows how to listen to others?";

- (c) TR+, teacher rating positive, is the total number of positive
adjectives selected b& the teacher to describe thé student's bersonal :
adjustmeﬁt, social adjusfment, aéd effort ié séhool;

(d) TR-, teacher ratings negative,Ais the total number of negative
adjectives selected by the teacher for the same three areas; and,

(e) cCi, attitude toward school, is the score which represents the
degfee of satisfaction the child has with_the.school situation. A

high score suggests that the chiid is happy with the school, reinforced
by his teacher and ofhers,iand feels he ﬁas some control over the-
situation.

2. BCCI Q-sort. A Q-tht developed to specify elements of each BCCI
"suggested problem area" (Bartlay, 1973a) was.administere& prior to any
intervention, one week after the first intervention began, and after completion
of all interventions;

The Q-sort consisted of 17 cards each describing a specific behavior for
a person who has a low self-competency (e.g., "sayiné-the wrong thing" or
"wor;ying about how'I look"). The student is asked to judge which card-statement
is "a very big problem almost all of the time" (one card chosens, vhich statements
are ''a big problem most of the time" (two cards chosenj, which are a "problem
once in a while" (three cards chosen) and which "sometimes this bothef; ne'

(four cards chosen). The specific %roblems are given weights from four (a very
big problem) to one (sometimes). | ' ‘

The first and second administrations of the Q-sort were individually conducted
by a member of the team. The third administration was given to the entire class
to avoid having the 11 selected gtudents feel particuf&tly different from their

classmates.




Data Analysis

Using the pre~ scores as a base and the post-intervention scores as a

criterion, gain scores for each student were determined. Mann-Whitney U tests
were performed on the appropriate scores (Siegel, 1956). The Q-sort scores -
were analyzed separately fof the learning team's use.

., Limitations

In an exploratory study such as this one, impOrtant limitations influence

the generalizability of the results. First, we were unable to gelect randomly

our school or our students. Indeed, the selection of students whose BCCI self
.competency scores were low is an extremely important influence. Second, the
groups for the study were smﬁll. The 1likelihood of single subject influence on
the fesults was present. Hence, the results should be limited to schools whose
climate is similar to the one selected for this study (i.e., one to 25 teacher-

student ratio, parochial, etcetera).

RESULTS

For this stﬁdy we used the Mann-Whitney U test which was performed on each
of the six gain scores for the 11 students. We look closely at the differences
‘ between the students whose parents agreed to provide support for thieir children
and the students whose parents did not attend the learning consultant team
meeting. This division was a natural occurance which prompted the comparison
for this study. - .

Results from the Magn-Whitney U one-tailed tests suggest that children
whose parents provided support made greater improvements on four of the five.
scores than did children whose parents elected not to participate with the team.
The Mann-Whitney U one-tailed tests showed significant differences for each of
ihe five measurés: STOT (U=3, p<.015), GTOT (U=l, p<.004), TR+ (U=2,p<.009),

TR- (U=2, p<.009) and CCI (U=4, p<.026). Table 1 presents the mean gain scorcs
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for the‘studenca and reveals the direction of tho‘lignificant differences found.

Insert Table 'l about here

) The pittern-i; ;a;l: ; :0;0;1; :m:I; ;u: :1;n;f;c:nt differences in self
coupetépcy (ST0T), teacher ratings positive (TR+), and attitude toward school
kcpl). Differences of a greater magnitude were found on peer nominations (GTOT)
and téachef‘raéings pegatiVe (TR=). First both groups of children gained in
self competency with feedback of multisource data snd teacher praice (positive
reinforcement), but the pareat support children gained nore:;han did the children
whose parents elécted not to meet with the team. Second, the children of the

non-support group appeared to loose .peer nominations whilc the other children

managed to hold their own in the peer group. Third, the teacher ratings exhibit

an interesting pattern: supported children remained the same for both positive
and negative teacher ratiﬁés, but the non-supported children feceived fever
positive and many fewer negative teacher ratings. On the latter difference
(TR-), it would appeéar that the team's request for more teacher praise worked
egpecially wvell for sfudents whose parents did not participate in the program!
Fourth, attitude toward school (CCI) remained the same for the supported group,
but becamévmore negative for the non-supported group. Kifer's (1973) findings

that pafentgl support in proven student involvement in school were supported.

_ Thus, throughout these results the need for feedback, teacher praise, and

parental support takes on major importance for elementary school children.

DISCUSSION
The overall purpose of this study was to explore he', an eaily assessument
of self competency and other important classroom interaction dimensions could
be integrated systematically with intetVentiéns deéiéned to meet self competency

and related needs. More specifically, the learning team investigated three

1610

et

{



y -9-

interventions-=-(1) feeédback of self, peer, and teacher information, (2) teacher
praise (positive reinforcement), and (3) parental support——on changing low
self competency and related classroom interaction dimensions. The results suggest
strongly that these thre; interventions do have influence upon students and in
a desirable direction.
This study raised a host of questions which should be answered by a series
Qf mult;gle treatment and multiple measdre studies. For examples,,
1. Which treatment alone or which combination of treatments had the
greater effect on the selected students? We shoui? gee an expanded
study involvinz several classroom in different schools.
2. How can we develop an integrated data base for recording the |
effectiveness of specific interventions on cﬁildren with special
"social learning deficits" (affective and academic adjustment problems)?
3. Would providing extensive role play and simulation experiences

related to teacher praise (positive reinforcement) bring about

desirable changes in students' selfi-competency scores, peer nominations

and attitude toward scho;l?
4., What techniqués can we employ to incrégse parentgl support for
behavior change projects of this type? |
5. Which elements iﬁ the feedback to theAindividual\;EPdents have
the greater influence on student affective and academic performance?
This exploratory study of three interventions designed to promote self
competency skills relates to the multiagent and multitreatment learning develop-
ment consultant (LDC) team systems (Leibman, Goldﬁan & Battle, 1972; Stilwell
& Santoro, 1972). This LDC team system fits within a larger system for-preventing

affective and academic skill defic¢its within school districts or educational

regions (Barclay, 1973b, 1973c; Stilwell, 1973). Within these systems a desirable
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outcome is to bz able to match in a social climate student characteristics and
nceds, specifiable objectives, and appropriate interventions in order to obtain
desired behavioral (affective and/or academic) changes. We must spend much
of our preventive efforts in the elementary schools in order to help prepare

students for the changing societies of school, work, and family.
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TABLE 1

MANN-WHITNEY U ONE-TAILED TEST RESULTS FOR
MEAN GAIN SCORES OF SELECTED STUDENTS

STOT GTOT TR+ TR- ccl
Parental Support 2.50 1.33 0.05 | 0.00 0.16
No-Parental Support 1.00 ~4,40 -1.75 -4.80 -1.20
Hann-whitneyi! 3 - 1 2 2 ioA
P less than .015 .004 .009 .009 .026
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Teachers and peer groups have the power to influence the de;elopment
of a child's self concept. Purkey (1970) and Moustakas (1966) have argued
that the school environment and more specifically the attitude and behavior
of the teacher seem to be important elements shaping the child's self-concept
outside the family setting. Indeed, Morse (1964) measured th; shifts in
self-concepts of elementary school children in over 600 cases and found a
gradual decrease between grades three and eleven. That is, 84 percent.of the
third graders were proud of their work in school, compared with 53 percent of
the eleventh graders. Preventing such an apparent loss of self-confidence
challenges counselors, school psychologists, and school social workers. A
negative (decreased) seif-concept seems to be related to feelings of helplessness
(Rogers & Dymond, 1954), depression and isolation (Coopersmith, 1967) and tend
to hampet.scﬁool adjustment and academic progress (Purkey, 1970). Such a
picture points to the need for marshalling the available social influences to
prevent a reduction of self-competency skills.

Previous studies suggest that parents as well as teachers and peers exert
a strong influence upon each child's self-competency development and adjustment
to the school environment. Costello (1964) found that over-all, regardless of
thc'tnsk or the abflity of the students, pratsc produces more Improvement in
performance than blame. Such a program of student self-competency éuppért can

occur within the normal classroom teaching (Staines, 1958). Still a real power
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in the student's self development of the contribution of thévparentg (Helpe},
" 1958). 1Indeed, Rifer (1973) found that in a group of‘students from Sges seven
to 12 when the parents supported and had a positive warm regard for their
children Be%f-c;mpetency did not decline. Furtﬁer he reports that both low
and high achieveing students whose parents provided support continued to develop
their self-competencies more so than did students whose parents failed to support
their children. ‘ 7

The pufpose for this study is to demonstrate h&w 4n early assessment of
self competency can be combined with an effective program for prevénting
maladaptive affective (self-competency) and academic skills. The earlierrwork
by Barclay (1966) has demonstrated that low peer rating;_joined by low self-
competency ratings seem to resul; in acadeqic and affective maladjustment.
More recently, Ba;ciay (1967) experimentally a;sessed the egfécts of special
student roles, positive teacher reinforcemeﬁt, and changing the teacher on
elementary students' social interaction. He foupd that self-competency was
positively influenced both by assign;ng special student roles and by changing
the teacher. Also discussiné the child's vocationsl plans ap;eared to have
a desirable effect on self-cémpetency for boys but not girls (Stilwell, Brownm
& Barclay, 1973). Finally, Church (1972) found that feedback of information
from peer judguents, teacher iatings, and self-reports had a positive influence
upon group nominations and teacher ratings for both boys and éirls. Accordingly,
in this study we tried toAgarshall the influences of feedback, teacher praise,
and parental involvement on rgising self~competency. The major question asked
in this study was: Will students receiving the combined treatments show

improvement on Barclay Classroom Climate Inventory scores?
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METHOD
Sﬁbjects
The study was conducted during a three week period from April S t& April 4
26, 1973, at a parochial elementary school in the Lexington area. The student h‘
population in the schpol represented the socioeconomic spectrum in the afea. |
.About 275 students were enrolled in the first six grades (11 classrooms) of
the 1-8 school. One classroom taught by a teacher in her fourth year participated .
in this study. Eleven selected students piovidéd data for this study (7 boys
and 4 girls). - 7
The BCCI printout was used to identify the st;dents selected for the
1nterventio§s. Self-competency was suggested as a groblem area for 11 of tﬂe
~ students in the claSSrooﬁ. Further, the printout indicated these students
rated themselves lower than'théir peer group had rated them (low self/high.
peer). Also eight of these students had an unfavorable attitude toward
school (low CCI).
Ttea&ments
Three different interventions were plapned to help the selected students
deveiop their self-competency. The first two interventions were started at
the same time. All three of the interventions were running concutren&ly
during the last two weeks of the study. The first three authors made up a
learning development team and cooperated with the classroom teacher in carrying
out the interventions.

Feedback of multisource data. Each child selected for this study in an

individual session with team members received feedback based on the BCCI
printout (Barclay, Barclay, Catterall, Santoro, Stilwell & Tapp, 1973). The
BCCI individual printout provides textual statements on self-competency,

vocational awareness, peer ratings, and teacher judgments. Wylie (1961) has
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suggested that a child with a low self-concept might be highly susceptible to
chan;e by positive inform;tion of how others see him. Accordingly, the |
leaﬁning team, following the example of Church (1972), pointed out and discussed
the positve aspects of each child's printout.

A later modification to the BCCI printout has reduced the teacher/parent/
learning congultant version and has added a spegial printout addressed to the
child himself. Exactly how this child's version will increase the impact from

feedback of multisource data remains to be explored empirically. 7

Teacher praise (reinforcement). An effortrwas made to increase the amount of

. attention‘given b& the teacher to each of the seiected students (Moustakas,

1966). The teacher was given a checklist for recording the special attention
she gave daily to the students. For example, the teacher might assign some
task w&ich the student performed in the classroom and for which she could
give jﬁstifiable reinforcement upon its completion. It was important that

peers be aware of the task accomplishments and the reinforcements.

Parental support. Parents of the 11 selected students were invited to receive
an explanation of the learhing team's program and to review their own'ghild';
BCCI printout. Parentsvof six of the students attended the meeting and agreed
to support the work of theé team. The remaining five students' parents did not
attend the méeting. Hence, we had two groups (parent support and no-parent
support) for the duration of the study.

The participating parents were asked to give.spécial social reinforcement
to their child in five areas each day for a period of two weeks. A checklist
for the period was given to each parent. The five areas were: getting up in
the morning and getting dressed, table manners, arrival home from school,
school work, and going to bed. Tﬁe parents were asked to give some kind of

reinforcement or attention to the child when he/she performed well in each of
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these areas. Preferably, the pareﬁ%s‘would recordhthe;; reinforcement on the
checklist once a déy, indicating that they ha§ been reinforcing their child

regularly. The parents were asked not to invent new tasks that the child was
not ordinariix expected to perform. The goal was gatural parental support in

each of these five areas (Patterson, 1973).

Criterion measures.

Pre and post intervention criterion measures were collected in mid-February

'and in late May. Computer scoring and processing took about three weeks. A

sgpond measure was used by the team to monitor student progress within the
interventions.

1. Barclay Classroom Climate Inventory (BCCI). The Inventor& collects ’
self-reported data on self-competency skills, vocational awareﬁess and preferred
reinforcers, peer group ratings, and teacher judgments. The BCCI requires about |
75 minutes for administration to the entire classroom. The multitriat nultisource
inputs are scored and integrated by a computer. ﬁach child is described in a
narrative prepared by the computer for the teacher, princig;al, parent or learning
team member, located in two grids (teacher judgﬁénés versus peer ratings and
self-competency judgments versus peer ratings), and a;sessed for "suggested
problem areas'. In addition a letter is prepared for each child by the computer.
Although 36 scales are obtained (Barclay, Barclay & Stilwell, 197i; Barclay,
Stilwell & Barclay, 1972), only five scores were involved in this study. The
five scores are briefly described as follows: )

(a) STOT, self-competency total score, represents the number of "yes"
responses to such statements as "I like to ask questions” and "I can
paint pictures';

(b) GTOT, group nominations total score, is the number of times

clussmates nominated the child in response to such questions as "Who
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can write poetry?" and "Who knows how to listen to others?";

(c) TR+, teacher rating positive, is the total number of positive
adjectives selected b} the teacher to describe thé student's ﬁersonal
adjustmeﬁt, social adjustment, a&d effort iﬁ school;

(d) TR-, teacher ratings negative, is the total number of negative
adjeétives selected by the teacher for the same three areas; and,

(e) CCI, attitude toward school, is the score which represents the
degree of satisfaction the child has with_the.school situation. A
high score suggests that the chiid is happy with the school, reinforced
by his teacher and others, and feels he ﬁas some control éver the
situation.

2. BCCI Q-sort. A Q-sort developed to specify elements of each BCCI
"suggested problem area" (Baretlay, 1973a) was administered prior to any
intervention, one week after the first intervention began, and after completion
of all interventions.

The Q-sort consisted of 17 cards each describing a specific behavior for
a person who has a low self-competency (e.g., "saying‘the wrong thing" or
"worrying about how'I look"). The student is asked to Judge which card-statement
is "a very big problem almost all of the time" (one card chosen), which statements
are "a big problem most of the time" (two .cards chosenj, which are a '"problen
once in a while" (three cards chosen) and which "sometimes this botﬁefs me"

(four cards chosen). The specific ?roblems are given weights from four (a very
big problem) to one (sometimes).

The first and second administrations of the Q-sort were individually conducted
by a member of the team. The third administration was given to the entire class

to avoid having the 11 selected students feel particufarly different from %heir

classmates,
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Data Analysis

Using the pre- scores as a base and t@e posF-intervention scores as a
criterion, gain scores for each student were determined. Mann-Whitney U tests
were performed on the appropriate scores (Siegel, 1956). The Q-sort Scores
were analyzed separately for the learnins tean's use.
. Limitations

In an exploratory study such as this one, important limitations influence
the.generalizaﬂility of the results. First, we Qere unable to select randomly-
our school or our students. Indeed, the selection of students whose BCCI self
competency scores were low is an extremely important influence. Second, the
groups for the study were smdll. The likelihood of single subject influence on
the éesults was present. Hence, the results should be limited to schools whose
climate is similar to the one selected for this study (i.e., one to 25 teacher-

student ratio, parochial, etcetera).

RESULTS

For this stﬁdy we used the Mann-Whitney U test which was performed on each
of the six gain scores for the 11 students. We look closely at the differences
between the students whose parents agreed to provide support for their children
and the students whose parents did not attend the learning consultant team
meeting. This division was a natural occurance which prompted the comparison
for this study. - ’

Results from the Ma#n-Whitney U one-~vailed tests suggest that children
whose parents provided support made greater improvements on four of the five
scores than did children whose parents elected not to participate with the team.
The Mann-Whitney U one-tailed tests showed significant differences for each of
the five measures: STOT (U=3, p<.015), GTOT (U=1l, p<.004), TR+ (U=2,p<.009),

TR- (U=2, p<.009) and CCI (U=4, p<.026). Table 1 presents the mean gain scores
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for the students and reveals the direction of the significant differences found.

Insert Table 1 about here

) The patterngi; ;a;l: ; ;e;czl; ;m:1; ;u: ;1;n;f;c;nt differences in self
competéncy (sior), teacher ratings positive (TR+), and attitude toward school
fcpl). Differences of a greater magnitude were found on peer nominations (GTOT)
and teachef‘ra;ings negative (TR=). First both groups of children gained in
self competency with feedback of multisource date and teacher prai-e (positive
reinforcement), but the parent support children gained nore:than did the children
whose parents elécted not to meet with the team. Second, the children of the

non-support group appeared to loose peer nominations while the other children

managed to hold their own in the peer group. Third, the teacher ratings exhibit

an interesting pattern: supported children remained the same for both positive
and negative teacher ratings, but the non-supported children feceived fewer
positive and many fewer negative teacher ratings. oﬁ the latter difference
(TR-), it would appear that the team's request for more teacher praise uprked
especially well for students whose parents did not participate in the program!
Fourth, attitude toward school (CCI) remained the same for the supported group,
but became more negative for the non-supported group. Kifer's (1973) findings
that pafentgl support in proven student involvement in school were ouppérted.
Thus, throughout these results the need for feedback, teacher praise, and

parental support takes on major importance for elementary school children.

DISCUSSION
The overall purpose of this study was to explore ho~ an early assessment
of self competency and other important classroom interaction dimensions could
be integrated systematically with intetVentiéns designed to meet self competency

and related needs. More specifically, the learning team investigated three
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interventions-—(l) feedback of self, peer, and teacher information, (2) teacher

praise (positive reinforcement), and (3) parental support——on changing low

self competency and related classroom interaction dimensions. The results suggest

strongly that these thre; interventions do have influence upon students and in

a desirable direction.

This study raised a host of questions which should be answered by a series

of mult;gle treatment and multiple measdre studies. For examples,'
l. Which treatment alone or which combination of treatments had the
greater effect on the selected students? We shoulg gsee an expanded
study involving several classroom in different schools.
2. How can we develop an integrated data base for recording the
effectiveness of specific interventions on children with special
"social learning deficits" (affective and academic adjustment problems)?
3. Would providing extensive role play and simulation experiences
related to feééher praise (positive reinforcement) bring about
desirable changes in students’ selfrcompetency scores, peer nominations

and attitude toward schobl?

4. What techniques can we employ to increase parental support for

behavior change projects of this type?

5. Which elements in the feedback to therindividual\;EPdents have

the greater influence on student affective and academic performance?

This exploratory study of three interventions designed to promote self

competency skills relates to the multiagent and multitreatment learning develop-
ment consultant (LDC) team systems {Leibman, Goldman & Rattle, 1972; Stilwell
& Santoro, 1972). This LDC team system fits within a larger system forApreventing
affective and academic skill deficits within schogl distriets or educational

regions (Barclay, 1973b, 1973c; Stilwell, 1973). Within these systems a desirable
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outcome is to bz able to match in a social climate student characteristics and
needs, specifiable objectives, and appropriate interventions in order to obtain
desired behavioral (affective and/or academic) changes. We must spend much

of our preventive efforts in the elementary schools in order to help prepare

students for the changing societies of school, work, and family.
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MANN-WHITNEY U ONE-TAILED TEST RESULTS FOR

TABLE 1

MEAN GAIN SCORES OF SELECTED STUDENTS

STOT GTOT TR+ TR- cc

Parental Support 2.50 1.33 0.05 | 0.00 0.16
No-Parental Support 1.00 «4.40 «1.75 -4.80 -1.20
Mann-Whitney U 3 - 1 2 2 4

p less than .015 004 .009 .609 .026
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